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Abstract

Elementary aged students should be reading at grade level at the end of each school
year. However, English Learners (ELs) are consistently not meeting this goal. The
rise of ELs and current legislation has forced classroom teachers to become the
primary educator for EL students. These factors contribute to the literacy achievement
gap of elementary EL students. Embedded in a six-week summer literacy program,
this project proposes implementing teacher professional development to help close
this academic achievement gap. Throughout this PD, teachers will engage in learning
centered around effective practices for teaching ELs, team collaboration and
coaching, and cultural competency.

Key words: achievement gap, English Learners, professional development, cultural
competency, literacy
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Chapter One: Introduction
Problem Statement
According to the Every Student Succeeds Act (ESSA), elementary aged
students in the United States should be reading at grade level at the end of each
school year. However, only 35% of 4th grade English Learners (EL) achieved the
score of “basic” on the Nation's Report Card Assessment (2019), compared to 71% of
non-ELs. On average, in Michigan, only 28.1% of 3rd through 5th grade EL students
received the score of “proficient” or above in reading for the 2018-2019 English
Language Arts M-Step Assessment. These “proficient” scores decreased over time as
students moved to higher grades. In comparison, 47.4% of 3rd through 5th non-EL
students were deemed “proficient” or above in reading, with scores improving as they
got older (Michigan’s Center for Educational Performance and Information, 2019).
In Michigan, these national and state test results reveal an enormous literacy
achievement gap between EL and non-EL students. If the literacy underachievement
of ELs isn’t addressed at a young age, this gap only continues to widen in higher
grades (Fry, 2007). There are a variety of factors which contribute to ELs’
underachievement in literacy performance, including varied levels of cultural
competency among teachers and minimal in-service teacher professional development
once they are in the field. To best support EL students, “sweeping changes are needed
in the way that teachers are prepared and supported to better serve this growing
population” (Samson & Collins, 2012, p. 20). To improve literacy achievement of
EL students, districts that currently have out of school K-5 EL summer literacy
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enrichment programs should integrate teacher professional development within these
supplemental programs. Throughout this integrated professional development,
participating teachers will engage in learning and experiences centered around
effective practices for teaching ELs, team collaboration and coaching, and cultural
competency.
Importance and Rationale of the Project
ELs have remained the fastest growing student population in the United
States. Between 1990 and 2010, schools witnessed an 80% increase in the EL
population compared with a 7% growth of the general student population (Breiseth,
2015). In 2017, ELs made up 10.1% of the total student population nationwide with
some states, such as California totaling 19% of their student population. Every year
our schools become more ethnically and linguistically diverse. Based on these current
growth trends, it is predicted that Hispanics will represent 30% of the total student
population by the year 2050 (McIntyre, 2010). This demographic shift continually
increases the likelihood of teachers working with students who do not yet have
proficient English skills to access academic content in mainstream classrooms
(Ballantyne et al., 2008).
Quality of instruction has been shown to be more important than the language
of instruction, however researchers are finding that ELs are taught by less qualified
teachers, compared to their non-EL counterparts, and that many classroom educators
lack training in EL teaching instruction and cultural competency (Wixom, 2015).
School-based professional development time devoted to preparing teachers to work
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with EL students is often nonexistent. A national study highlighted that teachers who
had ELs in their class, on average, received only 4.2 hours of professional
development on instruction for ELs over a 5-year period (Zehler et al. 2003).
Teachers feel unprepared to work with ELs and “lack the training and professional
supports to address student’s academic and linguistic needs” (Villavicencio et al.,
2021, p. 3). Frustration ebbs from not being able to communicate with students and
parents, inadequate materials, and uncertainty of what EL students know and what
they need to learn (Shreve, 2005). Research continues to show us that well-prepared
teachers make a significant difference in student learning. Adnot et al. (2017) insist,
“having an effective teacher can dramatically alter student’s education and economic
outcomes” (p. 54). However, public schools are seeing great discrepancy in teachers’
abilities to meet EL students’ needs.
Not only are teachers lacking important training, but schools are currently facing
a teacher shortage. Teacher shortages plays a significant role in our achievement gap.
Based on data from the 2014-2015 school year, an estimated 68,133 additional EL
teachers would be needed for the 2019-2020 school year. During the 2019-2020
school year, 20 states reported shortages of English as a Second Language teachers
(U.S. Department of Education, 2021).
Family engagement in education is shown to have a direct benefit for all students.
Higher student achievement, better social skills and better behavior are just a few
benefits seen when families and schools partner together. Home-school
communication is also linked to the success of a student (Harvard Family Research
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Project, 2014). Teachers, however, struggle when it comes to communicating with
families who are linguistically and culturally different. School and family ties may be
obscured by language barriers, immigration status, and level of schooling held by
family members (Protacio et al., 2020). In fact, Kirmaci (2019) discovered that
teachers are concerned about the lack of professional development geared towards
family-school-community interactions. Teachers were interested in growing in these
interactions, but they often felt like they were given few opportunities to gain
knowledge in this area.
Background of the Project
No Child Left Behind & Every Child Succeeds Act
Since the implementation of No Child Left Behind (NCLB), we have seen a
drastic shift in the ways schools and teachers approach teaching ELs. Not only has the
number of EL students increased nationwide, but policies written in regards to
instructional programming, due to NCLB, has altered our focus from bilingual
education and special programs (such as English as a Second Language) to
mainstream inclusion. Although these policies try and attempt to address the
problems and challenges facing EL students, it is only furthering in the
marginalization of EL students (Villavicencio et al., 2021). The NCLB policy makers
created new responsibilities for classroom educators to instruct ELs without providing
any additional support. In addition, the adoption of the Common Core State Standards
(CCSS) works to increase academic rigor of all students, without taking into account
the language and literacy skills of ELs (de Oliveira & Yough, 2015). With the

5

increase of EL students in schools and the ramifications of NCLB, Noguera (2013)
claims, “Every teacher needs to be a teLitacher of English Learners” (as cited in
Singer, 2015, p. 7). If schools and policy holders continue to put additional pressure
on teachers, then we need to equip every teacher. Thus, schools need to provide the
resources necessary for teachers to effectively instruct EL students in their classroom.
Currently ESSA requires schools to report EL students’ progress in English
proficiency and standardized testing. This reporting has increased funding geared
towards ELs, but federal policies have not stressed an importance for EL teacher
training, both pre-service and in-service (Quintero & Hansen, 2017). Furthermore,
Gándara & Santibañez (2016), discovered that states vary in regards to EL teacher
pre-service requirements. Currently, 28 states provide pre-service and in-service
training and professional development for classroom teachers (Rafa, et al., 2020).
This training mainly focuses on literacy. Although an important focus, Samson &
Collins (2012) feared that this knowledge would not ensure that teachers were
equipped with the information they needed to understand research-based methods for
supporting EL students on oral language and academic language development. In
regards to specialized EL teachers, only 27 states require specific endorsements or
certification (Rafa et al., 2020). This inconsistency within the nation’s school systems
signal that schools are failing to prepare teachers and ignoring the research that
showcases the importance of prepared and professional educators, particularly when
it comes to supporting and instructing ELs.
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Identification & Instruction
A large obstacle that further exacerbates policy reform for ELs is “proper and
coherent identification, placement, and redesignation of English learners in schools”
(Garcia, 2012, p. 36). The U.S. Department of Education EL Tool Kit (2017)
requires all states to identify ELs, measure their current English proficiency, and
administer state testing programs. Specifically, this requires that a home language
survey is given to families of current or new students and if a language other than
English is spoken in the home, the student is given an English language proficiency
assessment. If the student scores below the set levels, then the state and their local
school is required to identify that student as an EL and provide the appropriate
supports and services until the student is deemed proficient in their English
acquisition.
Depending on state laws and the number of enrolled ELs in a district,
classroom instruction and support can look very different. Some districts have
developed bilingual/dual-lingual instruction while others range from sheltered
instruction (Echevarría et al., 2000) provided by the classroom teacher with guidance
from an ESL teacher. Others only provide pull out language services. (Benavides et
al, 2012). In districts where EL numbers are low, there may be little to no supports
provided at all. This lack of supplemental language support is a direct violation of
Title VI of the Civil Rights Act of 1964 which was formed due to the historical 1974
Supreme Court case of Lau v. Nichols (U.S. Department of Education, 2020).
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An area of concern is proper identification and transition from EL services to
mainstream classroom (Wixom, 2015). Noted previously, with no common
instructional approaches and little professional development provided for classroom
teachers, teachers do not feel prepared to meet academic needs of EL students in their
classroom (Hiatt & Fairbairn, 2018). In reviewing common EL program models,
Collier and Thomas (2009) identified the strongest indicator of long-term K-12
academic achievement was the type of EL program implemented in elementary
school. They argue that language is best acquired when the student is engaged in
learning that interests them and connects to what a student already knows. The first
year they recommend students be enrolled in specific EL classes with a certified EL
teacher that has background training in language acquisition and English linguistics.
However, this instruction is only effective if the learning is tied to specific content
curriculum. EL students will language growth increases when teachers provide
specific EL instruction through academic content. Inclusion models such as coteaching and co-planning are also seen as effective EL programs. The least effective
and most commonly implemented EL instruction is the pull-out model where students
are removed from mainstream classes for a portion of the day to receive direct
language instruction from an EL teacher. This model is ineffective when lessons
focus on isolated language skills that don’t transfer to what the student is learning in
the classroom.
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Achievement Gap
Since 1998, leaders in the field have been warning that the varied levels of
academic success between race and social class would be a “daunting” and “chronic”
problem we would face (Garcia, 2012, p. 1). This gap is not seen with all students. In
fact, schools’ failures, as determined by various standardized measures,
disproportionally impact students of color. NAEP test results from 1975 to 2008
showed “no significant narrowing of the achievement gap between White and Latino”
students (Madrid, 2011 p 7). This gap plays a role in dropout rates, which are four
times higher for Hispanics than Whites, (Trumball & Pacheco, 2005) Advanced
Placement courses taken, placement in “gifted” classes, and acceptance into college,
graduate and professional programs (Garcia, 2012). Moreover, how some schools are
currently implementing their EL programs may be widening the achievement gap
instead of closing it (Garcia, 2012).
Marginalization of Language Minority Students
Many schools throughout the United States have adopted an English-only
academic setting and 30 states have established laws making English their official
language (Hanna, 2017). These laws hinder the use of language supports that assist in
EL students accessing academic vocabulary used in classes (Pang et al., 2011). This
silencing of home languages has further alienated and marginalized EL students.
Language is connected to a student’s culture and community. Research has shown
that it takes a language learner seven years to fully develop a second language
(Cadiero-Kaplan & Rodríguez, 2008). The push for English-only divides a student
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between their home language and English. The limiting of home language usage in
schools has left many students and families unsure of the value of their home
language and how it can be seen as a benefit in education. These authors also state
that the push for a single academic language can “do more harm than good when a
student’s native language is not recognized as a valuable asset and tool for English
language and literacy development” (p. 373).
Deficit-Based Perspective
Teachers lacking proper training, having little experience with culturally
diverse populations, increase in high-stakes testing, and teacher accountability
measures have led to negative attitudes toSingers having EL students’ mainstream
classrooms (Mellom et al., 2018). These negative attitudes cause teachers to view
their EL students, their communities, and their abilities as deficit-based. Mellom et
al., (2018) states three negative and harmful outcomes that result in this deficit-based
perspective. 1) A teacher’s view has a direct effect on expectations of both their
students and their role as an educator. A negative view of one’s teaching ability
causes a teacher to fell unprepared to teach EL students and unsure if students can
overcome barriers they will encounter academically. 2) Teachers views impact their
actions and how they interact with students in the classroom as well as how they
teach. A teacher’s negative view often results in negative behavior towards EL
students. 3) Student’s behavior and learning is affected by their teacher’s belief and
attitude towards them. De Oliveira (2015) adds that teachers also feel uncomfortable
interacting with students and families that are culturally or ethnically different from
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themselves. In addition to these feelings, de Oliveira (2015) states that teachers may
carry specific attitudes and beliefs that students from different cultures may be less
motivated and capable of learning.
Summer Learning Loss
Throughout a school year, research suggests that students' learning growth is
relatively equal. The summer months are when the academic achievement gap
widens, often due to socioeconomic and racial status (Alexander, Pitcock, & Boulay,
2016). Summer learning loss, often referred to as the “summer slide,” impacts
students’ academic performance in a variety of ways. Learning loss results in lower
standardized test scores at the beginning of the school year in comparison to a
students’ end of the previous school year test score. As a result, teachers and students
are forced to spend time reviewing and re-learning skills that were already mastered
the previous year, and this loss of learning accumulates throughout a student’s
academic career and can have a negative impact on a student’s proficiency in reading
and math (Lenhoff, Somers, Tenelshof, & Bender, 2020).
Summer learning loss has been a known phenomenon since the beginning of
the 20th century. However, it wasn’t until the late 1970s when Heyn (1978) noted that
this growing learning loss was attributed to disadvantaged students not having access
to learning resources during the summer. Although all students experience learning
loss to a degree, higher achieving students were able to make rapid growth when the
school year resumed, whereas lower achieving students made slower gains in addition
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to losing significant gains during the summer (Lenhoff et al., 2020). Thus, summer
learning loss is another contributor to the academic achievement gap that ELs face.
Statement of Purpose
According to Gándara & Santibañez (2016), “the large and persistent gaps in
academic outcomes for English language learners compared with other students
indicate that something must be wrong with the teaching approaches we’re using” (p.
32). Gándara & Santibañez go on to stress that in order to close these achievement
gaps and to build on strengths of EL students, we need to provide EL students with
teachers who are not only classified as “good teachers,” but have additional skills and
abilities. As noted previously, lack of training for main-stream teachers has left many,
if not most, educators feeling unprepared to teach in their ever changing culturally
and linguistically diverse classrooms (Gomez & Diarrassouba, 2014). This
shortcoming is often cited as a reason for the current EL achievement gap. Thus, by
providing teacher professional development focusing on effective instructional
practices for supporting EL students, including an emphasis on coaching and
collaboration as well as cultural competency, elementary teachers will be better
prepared to effectively educate all of their learners.
The purpose of this project is to create a six-week summer school professional
development curriculum, to be embedded into an existing summer and/or literacy
enrichment program, that will provide elementary teachers with these necessary,
additional skills and abilities. Teacher professional development is used to provide
solutions to inequities we see in our schools, such as academic achievement among
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different groups of students (Molle, 2013). This teacher professional development is
focused on enhancing literacy achievement of English Learners at the elementary
level and building home-school ties through cultural competency. In a 2015 study,
Santibañez and Gándara posed a question to educators about what would be most
helpful to address their current teaching challenges. Their responses focused on
observing other highly effective teachers, working with a mentor or coach, and being
able to participate in a professional learning community. In response to these authors’
call for more focused, purposeful teacher professional development, this professional
development program will include teacher professional development before, during,
and after the 6-week summer school program. Before the summer program begins,
teachers will study and work through effective practices for instruction, including
what cultural competency means in school and how it impacts and supports student
achievement and home connections. Throughout the six-week summer literacy
program teachers will continue to meet two hours a week with their collaboration
teams (i.e., a smaller group of participating teachers) and two hours a week with the
whole group (i.e., all participating teachers). This whole group setting will provide
time to reiterate teachers’ learning, share ideas and success found in individual
classrooms, build upon relationships with each other as educators, and continue to
strengthen learning of best practices for teaching ELs.
Once the six-week program has ended, participating teachers will again meet
for a day long teacher professional development. At this training teachers will work
on solidifying their learning and creating next steps for supporting EL students and
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colleagues in the coming school year. Although Grant et al. (2017) encourages
flexibility in the scope and sequence of a professional development to be able to
target needs that arise, it is important to have a framework to guide teacher learning.
This proposed EL-focused professional development program and EL summer
intervention program are supported by researchers’ work and the components
embedded in this program are known to have positive impacts on ELs’ learning (e.g.,
Babinski et al., 2010; Grant et al., 2017; McIntyre et al., 2018; Santibañez &
Gándara, 2015).
The primary focus during these professional development workshops will be
oral language development, academic language, and cultural diversity (Samson &
Collins, 2012). Oral language development will focus on increasing teachers’
knowledge and understanding of language as a whole and the role of the individual
language components. This will also include instruction on language development
and the journey ELs take to become bilingual. Academic language will focus on the
type of language that is used for instruction, mainly in cognitively demanding tasks
(Adger et al., 2018). These would include discipline-specific vocabulary and the
language of text and assessments.
Teachers will also develop an understanding of the language demands
involved in academic language because “cultural differences often affect ELL
students’ classroom participation and performance in several ways” (Samson &
Collins, 2012, p. 10). Cultural competency is an area that is often left out of
professional development; however, it is crucial. If teachers hope to be successful
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teaching EL students, then there needs to be an understanding that culture plays an
important role in learners’ language and academic achievement. Included in this
portion will be support for teachers to develop and foster continual family
connections (Grant et al., 2017). In order to provide equity in education and student
achievement, development of cultural competency in educators is central (Pang et al.,
2011).
Objectives of the Project
Noted previously, the objective of this project is to create a teacher
professional development program to be directly embedded in an elementary EL
summer literacy program. This teacher professional development aligns with the
Education Commission of the States recommendations by ensuring continued
professional development training for all educators, focusing on essential knowledge
and skills teachers need to effectively differentiate instruction and promote cultural
competency (Wixom, 2015).
The first objective will be to support teachers' understanding of effective
practices for EL instruction. Teacher professional development before, during, and
after the summer program will include instruction for how teachers can best support
their EL students. These instructional supports will include language development,
specific instructional models and strategies that support EL student’s language
growth. Teachers will be given time to practice these strategies in their designated
classroom and reflect on what they found successful during the weekly professional
development timeframes.
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The second objective will be to create a community of collaboration among
the teachers and coaches. Teachers will be given time to work with their co-teacher
throughout the week. This time will include curriculum development, observation,
coaching, and collaboration. Teachers will also observe other teaching teams
throughout the 6 weeks.
The third objective will be to, throughout the professional development
opportunities, develop teachers’ understanding of cultural competency. This
understanding will help teachers gain insight on their own culture identity as well as
understand how culture identity plays a role in their students learning. As part of their
work with the ELs in this summer program, participating teachers will engage in
instruction that focuses on culture, language, race, and ethnicity.
The final objective will be to provide alternatives for teachers to identify ways
to incorporate learning in different schedules, whether that be in a summer school
program, throughout the school year, or during summer in-service workshops.
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Definition of Terms
Achievement gap: differences in academic achievement among groups of students
(Murphy, 2009)
“Basic”: denotes a level that indicates a student’s partial mastery of prerequisite
knowledge and skills that are fundamental for proficient work at each grade (Nation’s
Report Card, n.d.); this level is most often associated with standardized assessments.
Cultural Competence: “ability to recognize differences based on culture, language,
race, ethnicity, and other aspects of individual identity and to respond to those
differences positively and constructively” (Trumbull & Pacheco, 2005, p. 4)
English Learner (EL): students who are learning English as a non-native language
(Samway, Pease-Alvarez & Alvarez, 2020). These students are served in programs of
language assistance and include services such as, English as a second language,
language training, and bilingual education (Murphey, 2014).
Professional Development: both formal and informal learning opportunities that aid
and strengthen a teacher’s competency in areas such as knowledge, beliefs,
motivation, and self-regulatory skills (Richter et al., 2010)
Proficient: “denotes a level that indicates a student’s performance on a standardized
assessment, specifically understanding and application of key academic content
standards defined for Michigan students. The student needs continued support to
maintain and improve proficiency” (M-Step, 2018, p. 11)
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Teacher Shortage Area: According to the U.S. Department of Education (2016),
“teacher shortage area” means “an area of specific grade, subject matter or discipline
classification, or a geographic area in which the Secretary determines that there is an
inadequate supply of elementary or secondary school teachers.” (p. 3)
Scope of the Project
This six-week EL-focused and teacher-centered professional development
program is focused on K-5 elementary teachers, with the intention that this program
will be embedded into an existing or newly created EL-focused summer literacy
enrichment program. To make it as beneficial and valuable as possible, there are a
few pieces that must be in place at the school level. Support from the administration
is essential to the success of this professional development (Darling-Hammond et al.,
2017). This area is often lacking in EL teacher support. For example, in a 2015 survey
of Los Angeles teachers it was discovered that when asked to rank what supports
were given to help with teaching EL students, teachers put support from their school
principal last (Gándara & Santibañez, 2016). Although this professional development
is designed for classroom teachers in a K-5 building, it is up to the administration,
including school principals, to lead by example and support their teachers.
Administrators are the ones who often spear head the efforts of community and
family engagement (Wixom, 2015). If the administration is committed, teachers are
much more likely to be committed. Teacher participation and collaboration are also
key factors to the success of the teacher professional development. Only staff who are
employed for the summer learning program will attend this teacher professional
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development, with the expectation that once the regular school year begins, those
teachers will be experts and leaders in their respective grade levels and help with the
transfer of their new knowledge and skills.
Outside the K-5 school setting, there are many factors that can contribute to
the EL achievement gap and limit the effectiveness of this professional development.
The amount of teachers’ prior training and knowledge is an area that may not be
controlled at the school level. Other challenges teachers face when serving EL
students is the amount of their EL students’ prior schooling and/or potential
interrupted education, particularly for migrant families. Moreover, additional
considerations outside teachers’ control and thus not readily addressed by this
proposed teacher professional development program include students’ responsibilities
outside of school (e.g., caring for siblings, working, translating for families)
(Breiseth, 2015) as well as socioeconomic factors, health, and limited language
services (Samson & Collins, 2012). Research shows that one strong indicator of a
successful teacher is bilingualism (Gándara & Santibañez, 2016). However, due to the
number of languages ELs may bring to the classroom and the lack of any requirement
that teachers be bilingual, this is another area not readily addressed through this
professional development program.
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Chapter Two: Literature Review
Introduction
Research has shown that an EL student’s academic success is connected to the
effectiveness and competencies of their teacher (Trumball & Pacheco, 2005). In order
for teachers to be more effective and competent they need to be provided with the
proper training and resources. As research demonstrates, the quality of a teacher is
improved through a variety of in-service professional development methods (Ajani,
2019). Moreover, it has been established by prior research that, “teachers are key to
enhancing learning in schools. In order to teach in a manner consistent with new
theories of learning, extensive learning opportunities for teachers are required”
(Bransford, 2000, p. 203). Moreover, teachers have continually asked for professional
development and training related to teaching ELs (Cavazos, Linan-Thompson &
Ortiz, 2018). In reviewing the literature, there are many qualitative, quantitative, and
mixed method research studies that provide useful findings for supporting the need
for additional teacher professional development connected to supporting and serving
ELs. Additionally, the research reviewed also informs the proposed development and
implementation of teacher professional development focused on increasing EL
literacy.
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Theory/Rationale
Adult Learning Theory
In the same way teachers strive to educate their students in the most impactful
way possible, we need to educate our teachers in ways that will support their learning.
In order to do this, teacher professional development needs to be founded on adult
learning theory principles (Zepeda, Parylo, & Bengtson, 2014). Adult learning theory,
influenced by Malcom Knowles et al. (2005), focuses on andragogy, which is the
practice of teaching adult learners, instead of the usual education theories that focus
on pedagogy, which centers around teaching children. In other words, Knowles
understood that what is best practice in educating children doesn’t always work for
adults (Ajani, 2019). Knowles viewed adult learning as “voluntary, self-directed,
experiential, and collaborative” (Taylor & Cranton, 2012, p. 4).
He credited much of his work to Eduard Lindeman, who viewed education as
a lifelong process that was propelled by a learner’s needs instead of a set curriculum,
since learning requires being engaged throughout the process (Blondy, 2007). Based
on his research, Knowles originally established five assumptions of adult learners.
His assumptions included self-concept, adult learner experience, readiness to learn,
orientation to learning, and a motivation to learn (Pappas, 2013). Later, a sixth
assumption was added, the need to know. Outlined below, these assumptions
conceived of by Knowles et al. (2005), identify important components that should be
embedded in any teacher professional development program, as teachers are
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considered adults and professional development is most often understood as
programs, events, and adult-centered learning opportunities.
Knowles’ Six Assumptions
Self-concept. Learners have an awareness of self and can direct their own
learning. Teachers are experts in their field and have the capabilities to take control of
their own learning. When professional development focuses too heavily on educating
or training teachers, then a conflict is created where the facilitator becomes the
teacher and those in attendance revert to child-like behaviors of dependency on the
facilitator (Knowles et al., 2005). For professional development to be successful,
teachers should take part in their learning experience and gain knowledge for
themselves without solely depending on a facilitator or expert.
Experience. Whether a veteran teacher or a novice, every teacher has a
“reservoir of life experiences” that create “a rich resource for learning” (Zepeda et al.,
2014, p. 300). Past experiences influence adults’ readiness to learn and how new
knowledge, skills or values are acquired (Ajani, 2019). In regard to adult education, it
is best to use the personal life experiences of each adult learner to aide in learning
through group discussions, problem solving activities, and peer-helping activities
(Knowles et al., 2005). When professional development, including professional
development facilitators, ignore personal experience, learners will often see this as a
rejection of themselves.
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Readiness to learn. Teaching is an ever-changing role that adapts with the
needs of the students in the classroom. Knowles et al., (2005) explains that when an
adult’s life situation changes, they become ready to learn new information. This is
true in the teaching field since teachers are constantly presented with new curriculum,
new students, and new obstacles to overcome. With the increase of EL students in
classrooms, teachers’ readiness to engage in professional development centered
around EL students’ success has emerged.
Orientation to Learning. Learning is problem-centered and learners are
interested in immediate application of knowledge (Zepeda et al., 2014). Motivation to
learn stems from the understanding that this new knowledge will help teachers
“perform tasks or deal with problems that they confront in their life situation”
(Knowles et al., 2005, p. 67). When learning is tied to real-life situations, knowledge
is transferred more easily.
Motivation to Learn. Although external motivators such as promotions or
higher salaries play into every learner’s motivation, Knowles et al. (2005) identified
the strongest motivators to be the internal pressures adult learners feel, such as,
satisfaction in performance and self-esteem. Adults are motivated to continually
grow, but this motivation can be hindered by a variety of barriers. One way that
Knowles et al. (2005) encourages motivation in adult learners is to clearly state
learning objectives at the beginning of any instructional delivery.
Need to Know. Knowles’ sixth assumption, the need to know, states that the
learner needs to know why they are learning something before starting the learning
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process. Learners need to see the value of the new information in their lives and they
need opportunities to identify and take note of the gaps in their current thinking,
including opportunities to clarify what they need to know and where they need to be,
moving forward (Knowles et al., 2005).
Whole-Part-Whole Learning Model
Knowles et al.’s (2005) assumptions establish a theoretical base of adult
learners’ needs and were created after conducting observations, in-person
experiences, and reviewing other theoretical influences (Blondy, 2007). Using the
six-assumptions as a foundation for adult learning, Knowles et al. (2005) continued to
further structure this type of learning by developing the Whole-Part-Whole (WPW)
Learning Model. In this model learners go through a variety of learning segments that
work to organize learning experiences. By using the WPW, learners will not only
master new skills and gain new knowledge, but they will also practice transferring
these skills into teaching instruction (Swanson & Law, 1993).
The first whole, or teaching segment, seeks to establish two main goals. The
first is to use advance organizers and the learner’s schema to provide a mental
scaffolding for the new instruction. Advance organizers, developed by Ausubel
(1968), create a mental structure organizing previous knowledge and experiences that
an individual has. An advanced organizer contains important introductory materials
and can include a variety of formats such as text, graphics, or media (Chen & Hirumi,
2009). Establishing and using advance organizers at the start of teacher professional
development creates a clear focus for the learner and introduces the content. The
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second goal is to engage the learner and incite motivation. This is done by
establishing a purpose for this new learning and creating connections between what
will be learned and the learner. One way to encourage motivation is clearly stating
learning objectives (Knowles et al., 2005). For this teacher PD we will use learning
objectives to help establish our purpose and create our first whole segment. Knowles
et al,. (2005) argues that the second whole is the most important part of WPW
learning. During this portion, adult learners will not only master each piece of the
instruction, but they will develop a relationship between those pieces. Creating this
relationship will aide teachers transferring their new knowledge from short-term to
long-term memory. Not only does this step solidify learning but it also builds
confidence of these new skills and knowledge. Through coaching and collaboration,
we will establish this second whole by implementing in the classroom what was
learned during teacher PD.
In between the two wholes lies the “parts” portion of WPW learning.
During this section of adult learning, the learners develop mastery of each individual
skill. In order to get to the final whole stage, learners need to have a solid foundation
of the new skills and knowledge they are acquiring. The parts portion of this specific
teacher PD will focus on learning effective practices for EL instruction such as
language development, understanding the process of creating a community of
collaboration among the teachers and coach, and learning about cultural competency
by viewing culture, language, race, and ethnicity. This style of instruction is effective
during adult learning. It provides an overview of learning objectives and what will be
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introduced, explicitly teaches the specific skills, and finally integrates these new skills
and knowledge into specific instructional practices for teachers.
Transformative Learning Theory
Professional development, with the goal of creating change, must also be
supported by tenets of transformative learning theory. Transformative learning theory
builds on Knowles’ (2005) adult learning theory. Initially introduced by Mezirow
(1990), this theory focuses on adult learners’ ability to make meaning of the world
based on their own experiences (Cranton & King, 2003). Through daily activities,
adult learners develop their own system of values, assumptions, and beliefs. They
create perspectives based on their community and culture that include stereotypes and
prejudices that they are not aware of (Taylor & Cranton, 2012). As with other adult
learners, teachers’ learning takes place when they are required to examine and think
about what they do and why they do it. This learning either causes teachers to
reconfirm their current views or develop a new way of thinking (King, 2004).
Mezirow’s (1990) transformative theory focuses heavily on sociocultural
awareness (i.e., awareness of societies and cultures involvement with communication
and context) and understanding (Forte & Blouin, 2016). So, teacher professional
development should be informed by and designed with Knowles’ et al., (2005) six
attributes, this professional development should also ensure a focus on transforming
participating adult learners (Mezirow, 1990). Moreover, teacher professional
development centered on supporting EL students must also address teachers’ cultural
competency if the intention is transformative learning that encourages teachers to
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engage in personal growth and help create a positive change in the way they and their
colleagues address, meet, and support ELs in their classrooms and schools.
When integrating transformative learning (Mezirow, 1990) within teacher
professional development, teachers will challenge the way that they think which, in
turn, affects their actions. In order to foster better teaching practices, educators must
constantly be thinking about and reflecting on their practice (Cranton & King, 2003).
Professional development with a transformative view is effective if it involves its
participants as “whole persons” including their “values, beliefs, and assumptions
about teaching and their ways of seeing the world” (p. 33). Thus, transformative
learning is a long-lasting and meaningful type of learning that propels impactful
professional development (Weimer, 2012).
Mezirow (1990) argues that becoming literate involves two essential
components. The first is having the learner identify and analyze their own
assumptions. The second is to be involved in rational discourse. In order to close the
literacy achievement gap of ELs, it is not enough for readers to memorize meanings
or accumulate basic reading skills. Readers must be able to interpret, reason,
scrutinize, and be critically reflective. If teachers hope to instill this type of literacy in
their students then they need to first develop it themselves.
Additionally, transformative learning should not be seen as an add-on
(Mezirow, 1997). Teacher professional development focused on supporting lieteracy
achievement of ELs needs to include teachers assessing their own beliefs through
discourse, reflect on their assumptions, and identify, consider and analyze their
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educational practices. Reflection is an important cognitive process that results in
valuable learning (Loughran, 2002). Through this reflective process teachers can
better define their students learning needs, develop academic objectives, implement
instructional methods, and evaluate learner growth.
Research/Evaluation
Characteristics of Effective Professional Development
Noted previously, teacher PD encompasses a wide range of learning
opportunities and includes actions and activities that focus on teachers’ development
through education and training. In an analysis of 23 in-service and 22 pre-service
teacher professional development approaches, the most common learning
opportunities included a workshop or training element, field experience, and coaching
or mentoring (Romijn et al., 2021). In addition to fostering teachers’ growth and
adding to their knowledge, the end goal of all teacher professional development is to
improve students’ developmental or educational outcomes (Romijn et al., 2021).
Unfortunately, professional development is often not viewed as valuable due to the
disconnects with adult learning theories (Cranton & King, 2003). Another criticism is
that there is often no clear organization to teacher professional development (Yoon et
al., 2007). Although teachers participate in professional development throughout the
school year, most report low satisfaction with their learning experience (Smith et al.,
2020). With limited resources and time, it is vital to capitalize on any form of
professional development a district will provide for their staff. When professional
development is executed intentionally, it has been shown to “save districts money,
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improve student learning, and reduce teacher turnover” (Smith et al., 2020, p. 80).
Based on a review of relevant research, the following are key components of effective
teacher professional development.
Context
When designing professional development, context (i.e., environment, student
population, resources, and school improvement goals) needs to be taken into account.
When context is ignored and a uniform approach is implemented instead, teacher
professional development is not likely to be successful (Trumball & Pacheco, 2005).
When context is understood and highlighted, it ensures relevant teacher professional
development (Cavazos et al., 2018). For example, in a mixed methods descriptive
study Cavazos et al. (2018) reported that teacher’s motivation and commitment to
professional development increased when participants took the time to identify the
needs of their learner. In another study, Romijn et al., (2021) evaluated 45 teacher
professional development programs focusing on intercultural competencies. Their
findings showed that when teacher professional development is embedded within the
school and the wider context of the community, it is more likely to be effective.
As noted in chapter one, by focusing on EL literacy development during an
established summer school program, a specific context is established which may
further support teachers’ professional learning. In this setting, teachers will have a
clear understanding of who their learners are, what resources they have available, and
what the goals of the summer program are. During the first day of teacher PD, time
will be devoted to creating awareness in regards to the rise of EL learners and
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understanding who the EL learners are in their community. On the third day of PD
teachers will be given time to take what they have learned in the past three days and
connect it to their specific EL students in their class. This will include looking at their
students test scores from the end of the school year, looking through some of the
student work that has been provided from their previous teacher, and accessing and
understanding their language scores based on their WIDA test. Understanding this
context and knowing who the learners in your classroom are will continue to make
this teacher PD as effective as possible.
Content Focused
Professional development activities must provide teachers with “appropriate
knowledge, skills and attitude that can be integrated into their classrooms” (Ajani,
2019, p. 199). Using the Team Teaching and Learning framework, Smith et al.
(2020), found that focusing on content knowledge had a positive impact on teacher
knowledge, skills, and classroom practice. In their qualitative study they determined
that providing content knowledge focused on EL teaching strategies provided
teachers with the expertise and hands on experience they needed to immediately
apply their new knowledge of content in the classroom. These researchers also noted
that providing teachers with a deeper understanding of subject-area knowledge,
teaching methods, and learning objectives will create a positive impact on student
learning.
Several teacher PD objectives will focus on teachers tying in their new
learning with the content they will be teaching during the six-week summer program.

30

This will include developing content area and language-based learning objectives,
engaging in strategies that help activate student’s prior knowledge, and practicing
effective EL instruction.
Duration
Too often teachers experienced a one-time professional development that is
centered on addressing a problem in their school with no follow-up. This type of
professional development is not as effective (Villavicencio et al., 2021). Not only
does teacher professional development need to be on-going, it must also provide
teachers with appropriate time to “learn, practice, implement, and reflect upon new
strategies” (Darling-Hammond, Hyler & Gardner, 2017, p. 1). Professional
development needs to be continuous in order to result in a teacher’s growth and
development (Ajani, 2019). For example, researchers found that 49 hours of contact
time had a positive effect on student achievement and that any amount of time under
30 hours was the threshold for effective learning (Smith et al., 2020). Smith based his
research on a 2007 study (Yoon et al.). Yoon et al., (2007) examined more than 1,300
studies addressing the effect of teacher professional development on student
achievement, they determined that providing an average of 49 teacher professional
development hours can increase student achievement by 21 percentile points.
Based on the findings from both Smith et al. (2020) and Yoon et al. (2007),
the proposed teacher professional development outlined in this project will include 48
hours of learning, practice, implementation, and reflection. Teachers will meet for a
three-day training before summer school starts, totaling 21 hours. Throughout the six-
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weeks teachers will meet with their team for two hours a week and as a whole group
for an additional two hours a week, totaling 12 hours throughout the summer
program. After the summer program has ended, teachers will attend a six-hour, one
day teacher professional development.
Teacher Involvement
When we include learners in the designing and planning of their own learning
it creates a sense of ownership and importance. When teachers are encouraged to aid
in the designing and planning of their learning, it helps ensure effectiveness (Ajani,
2019). The National Council of Teachers of English (2019) stresses the importance
creating professional development with teachers instead of the common framework of
professional development for teachers. Svendsen’s (2020) literature review focused
analyzing studies in which teachers are engaged as learners in professional
development. The results of this literature review show that teacher professional
development is successful when teachers are allowed to make decisions about
curriculum and how they will continue to learn as educators. Providing teachers with
opportunities to engage in what they are learning and try out the teaching strategies
will solidify their learning (Darling-Hammond et al., 2017).
Collaboration & Coaching
Not only is it necessary to learn the appropriate skills to teach your students,
but it is equally as necessary to have collaboration with other teachers. According to
Villavicencio et al. (2021), when teachers are provided with opportunities for
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“collective inquiry and deep collaboration with other teachers” they are enabled to
excel in their own classroom teaching (p. 2). These researchers conducted a
comparative case study of two International Network Public Schools and two nonnetwork public schools, focusing on collaborative structures and practices and the
effect on student success. All of these schools serve newcomer immigrant students.
Through interviews, field studies, and focus groups, the level of teacher collaboration
was assessed. The schools with the highest level of student achievement were those
that included grade-level team meetings for three hours a week, curriculum coplanning that was project-based and interdisciplinary, co-planning that included
collective responsibility and diversity of voices, and teacher learning that was led by
teachers. This study strengthens the understanding that collaboration requires teachers
to have regularly planned times to meet, with everyone’s voice being heard. These
meetings allow teachers to reflect on and share new information, discover new
teaching practices, and discuss the needs of the learner. This necessary time and space
to collaborate has been tied to teacher satisfaction and retention, stronger professional
learning and higher outcomes and opportunities for students.
Collaboration can often start with an intense dread of vulnerability. Often
teachers are reluctant to rethink their current understanding and learning involves the
process of becoming vulnerable and taking risks, something that teachers are not
accustomed to doing (Bransford, 2000). However, Bransford (2000) notes that
teachers learn best when interacting with other teachers. In order to create effective
teacher collaboration, Babinski et al. (2018) conducted a study focused on integrating
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two crucial pieces into teacher collaboration: one being a working alliance and the
other focusing on time, structure, accountability (TSA). Working alliance highlights
effective communication and reciprocal leadership. TSA involves creating a structure
to the collaboration process. This structure includes time management, framing a
working relationship through group norms and roles, and setting accountability
measures. By embedding this collaboration framework into their teacher professional
development and instruction, a positive impact was found on teachers’ use of EL
specific instructional strategies and EL students’ literacy outcomes. Teachers felt
supported in implementing new strategies that they had learned during the teacher
professional development.
Based on these findings and recommendations, each week, throughout the sixweek summer program, teachers will be provided two hours a week to meet as a
grade-level team. This is in addition to the time teachers will have before and after the
summer program and the two hours a week for whole group collaboration. This
collaboration time will be centered around observation discussions, sharing of ideas,
and developing relationships. By allowing teachers to work together in small groups,
focused on a specific grade-level content and curriculum, they can build that trust and
community to continue to grow as educators.
Not only is it crucial to support each other during the professional
development, but once that community of trust and appreciation is built, teachers will
continue to collaborate after professional development is done. In fact, a “conducive
environment enables teachers to share, brainstorm, collaborate, and problem-solve
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common classroom challenges, based on their experiences in the profession, therefore
building a community atmosphere of trust and appreciation” (Ajani, 2019, p. 200).
When professional development isn’t paired with follow-up support, teachers are
unlikely to alter any instructional practices (Cavazos et al., 2018). One outcome that
this professional development hopes to achieve is that when the regular school year
begins, after the conclusion of the summer literacy program, teachers who
participated in this professional development will be able to assist their school and
grade-level colleagues and share their new knowledge and expertise.
Characteristics of Effective English Learner Professional Development
With the continued growing number of EL students, schools need to provide
more professional development to help elementary teachers effectively instruct ELs in
their classroom. Effective EL instruction includes a focus on learners’ language
acquisition and development with specific instructional models and strategies that
will support EL students’ growth in language and content (He & Prater, 2010). In a
2018 study (Hiatt & Fairbairn), teachers listed language instruction and the desire to
understand language acquisition better as a top need. Their recommendations to
enhance EL professional development in the language domain includes understanding
the second language acquisition process and understanding factors that impact
language acquisition such as educational background and first language. Other
recommendations include supporting a teacher’s knowledge of their students’
language levels, social versus academic language, and how to teach academic
language.
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Studies also show that teachers who are trained in linguistic and cultural
diversity provide higher quality instruction for their students. However, even with the
best intentions, most teachers are not currently prepared to teach students from
diverse backgrounds (Hardin et al., 2010). In a 2010 study, Hardin et al.,
implemented and evaluated teacher PD focused on supporting pre-kindergarten
teachers working with EL students. This PD included three training sessions that
focused on identifying cultural practices, classroom strategies that support language
development, and effective steps to strengthen teacher, family, and community
relationships. Through evaluations and self-assessment checklists the study was
shown to be an effective. The study showed a positive impact on teachers practices in
supporting EL students and their families.
An important influence in the following sections comes from Trumball and
Pacheco’s (2005) work, including the idea that when teachers are socioculturally
aware of their students’ diverse backgrounds, they are better able to affirm those
students and help them feel valued. This awareness transfers into promoting equity
for all learners. Moreover, these authors assert that effective teachers of ELs are those
who create connections with their students, create and implement instruction that
activates a student’s prior knowledge and builds on their background, stretches their
students thinking, and has an understanding of how EL students construct knowledge.
Through a focus of cultural competency teachers will be able to better understand
themselves and their students.
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Cultural Competency
Teacher’s ability to teach, credentials, and experiences are all important pieces
in determining a teachers effectiveness in educating diverse learners, however, all of
these factors are meaningless if a teacher lacks cultural competency (Ukpokodu,
2011). Culturally relevant teachers understand the diversity and complexity of our
world and strive to help students understand and value their own culture while also
understanding other cultures (Ladson-Billings, 2016). In an effort to narrow the
existing achievement gap, teachers must develop an understanding that one’s culture
strongly influences the instructional process and the attitudes, values, and behaviors
that students and teachers bring into the classroom (Coleman, 2014). Through
professional development, cultural competencies can be built within a school.
Cultural competency focuses on developing “skills and awareness related to issues
such as culture, language, race, and ethnicity” (Trumbull & Pacheco, 2005, p. 1). It is
being cognizant of one’s own and others’ cultural identity(s) and having the
willingness to learn and celebrate varying cultures and community norms (Coleman,
2014). Teachers who possess cultural competency are able to comprehend,
understand, and behave positively when faced with instances where culture diversity,
assumptions, values, and traditions vary (Pang et al., 2011). Pang et al. (2011)
continues to stress that when teachers are culturally competent, they are able to make
learning meaningful and comprehensible for all students by utilizing a student’s
culture.
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In order for teachers to help expand their student’s cultural competency,
they first must reflect on their own view of the world. This type of reflection, called
cultural proficiency, is an inside-out process (Campbell Jones et al., 2010). Teachers
first reflect on their own cultural identity and history before they can begin to
understand others. McAllister & Irvine (2000) label this self-awareness of a teacher’s
own culture as a prerequisite for developing multicultural understanding. Selfawareness is difficult for teachers who have always remained in the majority culture.
Those in the majority never have to examine their own culture and beliefs or conform
to another culture in order to function. Most teachers struggle to recognize their
culture and are often unaware of how their cultural beliefs and values shape their
worldview, expectations, judgements, interactions, and decision making (Ukpokodu,
2011).
Little research has been focused on cultural competency professional
development and its effect on EL literacy achievement. However, in Coleman’s
(2004) two-phase quantitative study conducted in a large suburban school district in
central Virginia the researcher focused first on a content analysis of the teacher
professional development plans that each district created in order to determine what
cultural competency was already embedded in teacher professional development. The
second phase focused on surveys given to teachers who participated in cultural
competency professional development in order to better see how cultural competency
is implemented in the classroom. Of the 38 elementary schools that submitted their
professional development plans, only 43% included planned cultural competency
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activities. Based on the survey results, teachers who had been trained in cultural
competency responded positively when asked about their perspective of
implementation. When asked how long schools focused on cultural competency
initiatives after the training was given, there was a steady decline. Immediately
following training, 58% of schools indicated a focus and by the end of the four years
only 5% of schools had included cultural competency in their teacher professional
development. Coleman (2004) concluded by suggesting teacher cultural competency
include buy-in from participants and ensuring the use of a validation assessment or
evaluation tool to refine training.
Moreover, effective teachers are those who are sensitive and aware of various
cultures (Gomez & Diarrassouba, 2014) and the impact that those cultures have on a
learner. When introducing teachers to cultural competency, focusing on culture,
language, and race and ethnicity are important places to begin. In order to be
culturally relevant, then, it is necessary for teachers to review their practices and look
at current teaching methods through different cultural lenses (Hardin et al., 2010).
Noted more recently, “research has conclusively shown that teachers who have
developed multicultural competency are likely to be more successful at meeting
heterogeneous learners’ academic needs” (Gomez & Diarrassouba, 2014, p. 90). As
noted by Trumball and Pacheco (2005), cultural competency is evident in multiple
ways. This includes when teachers 1) acknowledge that a student’s culture plays a
role in their education; 2) strive to learn about the cultures represented in their
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classroom and community; 3) utilize cultures as a foundation for learning; and, 4)
value and appreciate students’ cultures.
Culture. Culture is the core of everything we do in education. It effects our
curriculum, instruction, and assessments (Gay, 2000). Culture is an essential and
ever-present influence on how we teach and learn (Ukpokodu, 2011). Consideration
of a student’s culture is a necessity of effective teaching (Pang et al., 2011). An
individual’s culture directly affects how a person learns, recalls, reasons, and
communicates (Trumball & Pacheco, 2005). When teachers strive to develop an
understanding of their students’ culture, as well as their own culture, they are able to
form connections with students and their families (Trumball & Pacheco, 2005). This
form of connection, care, and trust is necessary when teachers are striving actively
engaging their students in learning (Pang et al., 2011). Teachers can support culture
connections by utilizing text that connect to student’s cultural backgrounds. This help
students to make connections with the material and see that their culture is valued in
the classroom. These types of connections are vital to effective teaching (Pang et al.,
2011). Teachers can make further culture connections by conducting student
interviews, talking with students, and participating in home visits (Gay, 2000).
In order to develop cultural awareness, teacher professional development
needs to focus on understanding teachers’ own cultural identity(s) and understanding
the culture of their students. This can be accomplished by engaging in self-awareness
(Gallavan, 2000) and reflecting on specific biases, misconceptions, and prejudices
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that teachers may have (Pang et al., 2011). When teachers understand their own
culture identity, providing culturally relevant curriculum and instruction can begin.
Language. In order to succeed academically, students need to be proficient
in oral and written language. Schools strive to help students become literate and to be
proficient with academic language. When a student is part of a multilingual society it
becomes more challenging to reach these goals. Both teaching and learning are
dependent on language (Trumball & Pacheco, 2005). In Gomez & Diarrassouba’s
(2014) study they discovered that language was the biggest cultural barrier that
teachers faced. These results highlight the need for culture and language to be
integrated into the classroom through instructional activities to benefit both diverse
students and mainstream English-speaking classmates.
To better support EL students, Trumball & Pacheco (2015) provide guiding
assumptions about language. These include the understanding that language
differences are connected to a student’s culture difference, no language is better than
another language, students can master multiple languages, students’ home language
should be respected, and a student’s language development needs to be supported by
all teachers. When a teacher understands a student’s culture it provides
understanding of a students’ language differences. This understanding can help
remove any incorrect assumptions that teachers may have about language and
celebrate the students and languages in their classroom.
Race & Ethnicity. Race and ethnicity are two factors that determine a
students’ school experience. A person identifies who they are, where they come from,

41

and what their place in the world is based on their race and ethnicity. Ethnic identify,
cultural background, and student achievement are all interconnected (Gay, 2000).
Developing cultural competency around race and ethnicity will help teachers ensure
equity for all students (Trumball & Pacheco, 2015). Keeping all students to high
standards, providing a safe environment of students where they feel they are accepted,
and understanding how racism has negatively impacted our educational system are all
steps to help students succeed. In a study analysis, McAllister & Irvine (2000)
examined how racial identity impacts counseling, education, and psychology. In this
literature review they found that those who had positive racial identity, both of their
own race and others, were able to accept racial differences, value how race influences
behaviors and attitudes, and display less racist behavior. Not only do students need to
have positive views of their own race, but teachers need to foster positive racial
identity in their classroom through their own behavior, attitudes, and instruction.
Summary
Adult learning theory (Knowles et al., 2005) and transformative theory
(Mezirow, 1990) offer information relevant to how to best educate and support
adults’ professional development. In order to effectively educate adult learners,
learning must involve collaboration, be voluntary, and allow for the learner to be a
part of the instruction development (Taylor & Cranton, 2012). Noted previously,
Knowles et al., (2005) established six assumptions related to the ways adults engage
in the learning process. These assumptions focus on self-concept, experience,
readiness to learn, orientation to learning, motivation to learn, and the need to know.
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Grounded in these assumptions and when integrating these theories to support adult
learning, teacher professional development can be used to educate teachers with
positive and effective outcomes.
A teacher’s personal experiences, values, assumptions, and beliefs impact
their view of the world and how they make meaning (Cranton & King, 2003). Thus,
teacher professional development focused on engaging teachers in sociocultural
awareness and understanding can grow teachers personally and as agents of change in
their communities. In order for teacher professional development to be useful and
effective, context, content, duration, teacher involvement, collaboration, and coaching
are all key pieces needed in instruction. When these aspects are integrated in
professional learning, schools can hope to achieve their goals of improving students’
developmental and/or educational outcomes (Romijn et al., 2021).
Not only does the teacher professional development design need to be
effective, but when seeking to support teachers’ understanding and ability to support
ELs a focus on improving EL literacy also needs to be addressed. In order to close the
achievement gap and support ELs’ literacy, teachers also need to engage in cultural
competency instruction. Engaging in cultural competency through participating in
teacher professional development will not only allow them to better understand
themselves as educators but will help them learn and appreciate the cultures and
values represented in their classrooms (Trumball & Pacheco, 2005). Focusing on
culture, language, and race and ethnicity allows teachers to become aware of how a
student’s identity shapes who they are as a learner.
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Conclusion
To close the literacy achievement gap for EL students, teachers need to be
adequately trained to support EL learners in their classroom, collaborate with other
educators, and develop cultural competency. Teacher PD embedded in an established
EL summer school program will provide teachers with the appropriate training,
collaboration, practice, and implementation that is necessary for effective
instructional changes during the summer literacy program as well as moving forward
during a traditional academic year. By implementing this teacher PD, educators will
be more confident and equipped with knowledge and understanding necessary to
support EL literacy development.
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Chapter Three: Project Description
Introduction
Literacy achievement of elementary EL students continues to be lower than
that of their non-EL peers (Nation’s Report Card Assessment, 2019). This literacy
achievement gap continues to grow, which is due, in part, to mainstream teachers
being ill-prepared to educate and instruct EL students effectively (Samson & Collins,
2012). To support classroom teachers and close the EL achievement gap, districts can
implement an EL-focused teacher PD, embedded in a six-week summer literacy
program aimed at supporting ELs when they are not in school.
This teacher PD will provide teachers with opportunities to develop their
understanding of effective practices of EL instruction such as language development,
instructional models, and strategies to support language growth. Throughout this
summer program elementary teachers will be engaged in a community of
collaboration and coaching to reinforce, implement, and strengthen their learning
(Villavicencio et al., 2021). Teachers will also spend time throughout the PD to
develop their understanding of cultural competency (Ladson-Billings, 2016).
Additionally, teachers will reflect on their own culture identity and gain insight on the
role culture identity plays in their students learning (Coleman, 2014).
This chapter provides an overview of the project. First, the project’s
components will be identified and appendices of all materials used throughout teacher
PD will be explained and provided. In addition, the format for coaching and
collaboration sessions will be articulated and presented. Next, the criteria for
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determining the success of this project will be evaluated. These evaluation tools
include a teacher survey, student literacy growth data, and developing a plan for
continuing learning and collaboration after PD has ended. Basic steps for
implementation of this PD and ways to adapt this PD without a summer literacy
program are included in this chapter. Finally, the chapter will end with concluding
thoughts based on the previous chapters.
Project Components
Teacher Professional Development
The EL literacy achievement gap is partly due to ineffective teaching
approaches that are currently being used (Gándara & Santibañez, 2016). Training in
effective EL instruction has not progressed at the same rate as the EL population.
This lack of training has left classroom teachers feeling unprepared and ineffective
(Gomez & Diarrassouba, 2014). In order to eliminate these problems, providing
teacher PD can help foster academic achievement for our EL students and provide
teachers with the confidence and knowledge they need to be successful (Molle, 2013).
The first component of this project is to support teachers’ understanding of
effective practices for EL instruction, collaboration and coaching, and cultural
competency. This will be accomplished by developing a teacher PD (Appendix A)
that will take place before, during, and after the six-week summer literacy program.
The days before and after the summer literacy program will be full PD days totaling
six hours each. During the summer literacy program, teachers will meet for two hours
every week.
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In order to build a strong working relationship and create a community among
the teachers, an inclusion activity will be included in the beginning of every PD.
Ajani (2019) states that in order to establish a conducive learning environment, there
needs to be a community of trust and appreciation. By taking the time at the start of
each PD to get to know each other, this supportive environment will be established. In
that same regard, to effectively educate adult learners, teacher PD needs to involve
collaboration and communication among participants (Taylor & Cranton, 2012). Each
session will incorporate a way for teachers to collaborate with a partner, small groups,
or as a whole group. Engagement strategies will aid in group discussions as well as,
provide strategies that teachers can use in their classroom to support dialogue and
discussions with their EL students.
Another piece that is included with every PD is an agenda (Appendix B). This
agenda will provide an overview of the day’s objectives and topics that will be
discussed. Knowles et al. (2005) Whole-Part-Whole Learning Model encourages the
use of an agenda to provide scaffold for new instruction and incite motivation and a
desire to learn from participants. Teachers will also be provided with graphic
organizers for taking notes during each PD (Appendix C). Since all learners are
different, a variety of graphic organizers are included. One of the graphic organizers
is based on the popular Cornell Notes by Walter Pauk (n.d.), others include free-style
notes and columns. At each table teachers will also be provided with a variety of
highlighters, markers, and writing tools if they wish to color code their notes.
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Pre-Summer Literacy Program
Teacher PD before the summer literacy program begins, will focus on laying
the foundation that will help teachers effectively teach their EL students, build a
working alliance with their co-teacher, and understand how culture affects learning
and instruction.
Day One. The first day of the teacher PD (Appendix D) will focus on
understanding the context of the school and the learners, providing background
information on the achievement gap of EL students, and engaging in lessons that
focus on language acquisition and second language development. At the start of the
day the instructor will provide information about themselves to help develop a
relationship with the teachers. After that, the “prior to PD” survey (Appendix E) will
be administered. This survey will inform the instructor of the teachers’ current
understanding of EL instruction, coaching and collaboration, and cultural
competency. The instructor will use this information to help guide discussions and
lessons during the PDs scheduled throughout the summer literacy program. By
understanding the needs of the learners, this PD can create a more relevant teacher
PD and increase teacher’s motivation and commitment to learn (Cavazos et al., 2018).
Following the survey, the group as a whole will spend time discussing who
ELs are in the context of the nation and the district, as well as discuss the
achievement gap and its importance. Providing teachers with this background
information on ELs and the current achievement gap affirms Knowles et al., (2005)
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need to know assumption. Adult learners need to understand and value why they are
learning something in order to move forward with instruction.
Once the problem has been established, the teachers need to be aware of what
the solution is. What are the plans to fix the achievement gap and support EL
students? The plan includes effective EL instruction, coaching & collaboration, and
cultural competency. This plan will be shared at the start of every PD following the
first day in order to remind teachers why they are attending this particular teacher PD.
This reminder will continually unite teachers’ motivation to learn and provide a clear
focus.
With the foundation established, instruction on language will begin.
Discussions about second-language acquisition myths will take place and the
instructor will facilitate learning and conversations around language development and
academic language. This portion of the day will engage teachers in the “parts” aspect
of the Whole-Part-Whole Learning Model (Knowles et al., 2005). Teachers will gain
skills to provide scaffolding and differentiation at each language acquisition stage. In
order for teachers to implement these strategies throughout the summer literacy
program, they need to have a solid foundation (Knowles et al., 2005). Providing
instruction on language acquisition and strategies that support EL students’ growth in
language will give teachers the tools to effective EL instruction (He & Prater, 2010).
Day Two. The second day of PD (Appendix F) will focus on developing
effective instructional practices to support EL students and laying the foundation for
successful coaching and collaboration. In order to close the literacy achievement gap
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of EL students, these instructional practices are focused on literacy instruction.
Literacy instruction practices are content focused, which enables teachers to begin
implementation of these practices immediately (Smith et al., 2020). Practices include
pre-reading activities that activate student’s background knowledge and hook the
reader and vocabulary instruction.
The pre-reading strategies were accumulated with the support of Colorín
Colorado which is a researched based website that provides support for teachers and
families of EL students. Some of these pre-reading strategies include motivating the
reader, making connections to students’ lives, pre-teaching vocabulary, and
encouraging students to make predictions throughout reading. After developing an
understanding of each strategy, teachers will practice implementing these strategies.
Immediate application of skills that are tied to real-life situations will allow new
knowledge to be transferred more easily (Zepeda et al., 2014). In small groups,
teachers will be given a variety of culturally responsive children’s books. Their task
will be to read through the book and choose a pre-reading strategy that they would
use in their classroom with their students. They will then briefly share their text, their
strategy, and what implementation would look like in their classroom.
Another strategy is the Visual Thinking Strategy (VTS) (Robertson, 2006).
This strategy involves students building upon their background knowledge through
discussion and collaboration. VTS is a simple strategy that involves taking a picture
or a painting, that aligns with an upcoming unit or the reading, and posing three
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questions to the class. 1) What is going on in this picture? 2) What makes you say
that? 3) What else can we find?
Those three simple questions will force students to activate any existing
schema that connects with the picture or painting and promotes discussion.
Discussions involve students telling you what they believe is happening in the
picture, and also justifying their opinion by providing reasoning. During the
discussion the teacher provides paraphrasing of what the students have said, points at
what is being observed on the picture, and makes connections between each student’s
observation. Teachers will find that the discussions are rich and allow teachers to get
a glimpse of what their students know about a certain topic.
The final portion of the day will be devoted to creating a positive environment
to engage in coaching and collaboration. Providing collaboration opportunities allows
teachers to further their learning and excel in classroom instruction (Villavicencio,
2021). A framework for effective coaching and collaboration will be provided
through the use of a Working Alliance (Appendix G), Norms of Collaboration
(Appendix H), and a Social Contract (Appendix I). Incorporating these pieces enables
teachers to feel supported which has been shown to have a positive impact on teacher
collaboration (Babinski et al., 2018).
Day Three. The third day (Appendix J) will focus on teacher’s cultural
competency. Since learning about cultural competency is an inside-out process
(Trumball & Pacheco, 2005), teachers will first engage in self-awareness activities
that shine a light on their own identity and culture. Teachers often view themselves
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initially as being cultureless (Ukpokodu, 2011). Once teachers have reflected on their
own culture and identity, they will begin to look at the impact a student’s culture,
language, race and ethnicity has on their learning.
Throughout the day there will be discussion times devoted to cultural
connections. These discussions will build relationships among the teachers, shine
light on culture differences, expose culture practices teachers didn’t realize exists, and
provide questions that teachers may want to engage their students in during the
summer literacy program. These questions include, what traditions do you have when
a new baby arrives, how do you celebrate new year’s, where did you grow up and
how did it shape who you are today, and what was special about birthdays in your
family.
The goal in engaging in cultural competency is to bring about change. In order
to support this change, Mezirow’s (1990) Transformative Learning Theory becomes
involved. Mezirow established two essential components to achieving this
transformative learning. The first is that the teachers must identify and analyze their
own assumptions, often referred to as self-awareness. Teachers will examine their
self-awareness by thinking about their culture, beliefs, and values. An activity
developed by Commisceo Global (n.d.) that will encourage self-awareness is to view
self-awareness as a lens in which individuals see the world. This lens is formed by the
culture we live in and it helps us see what is right and wrong. Teachers will be
provided a lens template (Appendix K) that they will fill out during the day with ways
in which their culture affects their view of the world. While doing this, teachers will
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either reconfirm their world view, or if necessary, develop new ways of thinking that
will support the academic success of EL students (King, 2004). The second
component (Mezirow, 1990) is that teachers need to be involved in rational discourse.
During this day’s PD, teachers will take the time to engage in discussions centered
around developing cultural awareness, developing culturally relevant instruction,
developing language instruction, recognize guiding assumptions about race and
ethnicity, and support students’ identity development. One of these discussions will
center around valuing each students’ name. Teachers will watch a poetry slam
presentation titled “Unforgettable” (Matam, Acevedo, & Yamazawa, 2014).
“Unforgettable” urges both students and teachers to understand the importance of a
person’s name. To pronounce the name correctly and to see that a person’s name is an
important part of their identity. Discussions around topics like these are valuable in
guiding teachers through transformative thinking.
On the first day, teachers were engaged in learning about EL students as a
whole. This step is an important for laying the foundation of learning and for
establishing Knowles et al. (2005) need to know assumption. Although this learning
about EL students as a whole is beneficial, diving even further into the specific
context of a particular school and community will increase effectiveness of learning
(Romijn et al., 2021). A portion of day three’s PD will involve devoting time for
teachers to understand the specific learners in their classroom. This will include
looking through any portfolio the school may have on a student, any assessment
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scores (DRA2+ or WIDA), and any other information that would be helpful in
understanding the learners.
The final portion of day three’s PD will be set aside for teachers to take their
new learning and prepare to implement it into their lessons. This is the final piece in
the Whole-Part-Whole Learning Method (Knowles et al., 2005). Co-teachers will
spend time collaborating and choosing what effective EL strategies to implement
during the first week of instruction. Teachers can use this time to develop more
content and language objectives,
During Summer Literacy Program
After these three full days, teachers will continue to meet as a whole group
once a week and continue to develop and refine their teaching instruction. Grant et al.
(2017) sheds light on the fact that effective PD must allow for flexibility in the
instruction and structure. Teacher PD during the summer literacy program will allow
for this flexibility. Blondy (2007) echoes that thought. She states that lifelong
learning should be focused on a learner’s need, instead of a set curriculum. The focus
each week will vary depending on the coaching and collaboration sessions. During
each collaboration session teachers will prepare both a noticing and a question that
they will then share with the whole group. These questions and noticings will guide
the PD sessions during the summer literacy program. Since the first round of
coaching and collaboration falls on the same week as the first whole group teacher
PD, an agenda (Appendix H) and a lesson (Appendix I) have been created if needed.
This lesson focuses on content objectives and language objectives. Including
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language objectives allows for EL students to have equal access to the content even if
they are not yet proficient in English (Himmel, 2012). Just like the PD before the
summer literacy program, the PD during the summer literacy program will devote the
beginning portion to building relationships and staying connected. This may entail
sharing good news with each other or participating in a whole group inclusion
activity.
Post-Summer Literacy Program
The final day of PD (Appendix J) will involve teachers reflecting on their
learning journey, assessing student growth, and planning next steps to continue this
learning (Appendix L).
The teacher reflection involves teachers creating a poster to display that
includes strategies they found helpful, interesting things they learned, biggest
takeaways, areas they want to learn more about, and questions they still have. Upon
completion, posters will be displayed throughout the room. Everyone will then
engage in a gallery walk. A gallery walk is a strategy that allows participants to
examine others work at their own pace and make connections and observations.
Teachers are encouraged to write additional thoughts on others posters and “star”
statements that resonate with them.
The data review will provide both the instructor and the teachers insight as to
the effectiveness of this particular teacher PD in closing the literacy achievement gap
of EL students. Teachers will review their students beginning DRA2+ scores with
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their final DRA2+ scores and engage in discussions surrounding the data. Data will
include the overall growth scores as well as the growth in all three assessment
components (engagement, oral fluency, and comprehension).
The implementation plan (Appendix L) provides a framework for creating an
effective way to share new learning with colleagues in the upcoming school year.
Teachers who attended the PD will have better understanding and knowledge
retention when encouraged to teach what they have learned (Koh et al., 2018). Some
ways that teachers may share what they have learned throughout the summer literacy
teacher PD with colleagues would be, to provide time for grade levels to meet
together and share, set aside whole group teacher PD during the school year and ask a
few teachers from the summer literacy program to present, or allow for teachers who
didn’t participate in the summer literacy teacher PD to observe classroom instruction
from those who did. It is recommended that administrators review these
implementation plans and include one or a variety of them throughout the upcoming
school year.
Coaching & Collaboration
The second component of this teacher PD is supporting teachers throughout
their coaching and collaboration experience, which deepens their understanding and
implementation of classroom instruction (Villavicencio et al., 2021). Teachers will
meet once a week for two hours during their designated collaboration times
(Appendix A). Half of the time will be devoted to co-teachers sharing observations
and noticings about instructional practices throughout the week. The other portion of
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the time will be spent in discussion, but with the assistance of the PD instructor. The
instructor is there to help guide teachers through their discussions and provide
resources and information as needed.
A general working alliance or a framework for optimal working relationships
(Appendix G) will be given to guide collaboration conversations. This working
alliance focuses on effective communication skills and understanding reciprocal
leadership. In order to facilitate conversation, sentence stems are provided. These
sentence stems were adapted from Aguilar’s (2013, General Coaching Sentence
Stems). These sentence stems encourage continual conversations and creates a
community of nonjudgmental responses. Teachers will also be given effective
collaboration norms (Appendix H). Norms of collaboration help create a community
where participants are all focused on positive growth and increasing student
achievement. Established norms allow for teachers to take risks in their discussions,
knowing that the other members in their group are there to be a support (Bransford,
2000). The last piece in creating effective collaboration is creating a social contract
(Appendix I). Teachers will work together to create their own social contract. A
social contract is a document with agreed upon guidelines that each member will
follow in order to make collaboration enjoyable, beneficial, and effective.
Project Evaluation
This project will be evaluated in three ways. The first is using a Likert scale
survey, designed by the author. This survey was designed to focus on the three main
aspects of this specific teacher PD; effective EL instruction, coaching &
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collaboration, and cultural competency. Questions were drawn from a variety of
resources such as The Multicultural Awareness, Knowledge, and Skills Survey
(D’Andrea et al., n.d.) and Attitudes and Perceptions based on Race in Elementary
Education (James, 2004). Questions were also developed by the author with the scope
and sequence of the teacher PD in mind. This survey will be administered before and
after the six-week summer program (Appendix D). During the first day of teacher PD,
teachers will fill out a five-point Likert scale that evaluates teachers’ confidence in
teaching EL students, their cultural competency, and their current coaching and
collaboration methods. The survey will ask teachers to rate their confidence from “no
confidence” to “very confident” in a variety of areas. There will also be questions that
require teachers to provide a short response and self-reflect. The final two questions
were adapted from Mellom et al., (2018) teacher logs that require teachers to reflect
on their learners and what language means to each of their students. The survey prior
to teacher PD will provide the PD facilitator insight as to what strategies teachers
already feel confident with at the start of the PD and what would be some areas to
help develop during coaching instruction as well as the whole group PD during the
summer literacy program. This insight will provide the instructor with the experiences
and existing knowledge that teachers bring to the PD which will in turn aide in group
discussions and learning (Knowles et al., 2005). The survey after teacher PD will help
gauge how effective this particular teacher PD was in developing teacher confidence,
cultural competency, and ability to collaborate. This survey will guide future use and
development of this specific teacher PD. It will also provide district administration
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insight as to what areas teachers may need further support on during the following
school year.
The second evaluation tool will be analyzing participating elementary
students’ literacy scores and growth rates. Students will be assessed at the start of the
program and again at the end of the program using district required literacy
assessments. This six-week summer literacy program currently uses the DRA2+
reading assessment (Beaver & Carter, 2006). This formative assessment evaluates
three components of reading: engagement, oral reading fluency, and comprehension.
Students are assessed and given a reading level of “independent” or “instructional”.
DRA2+ allows for teachers to observe, record, and evaluate students reading abilities.
These scores will be compared to previous summer programs that did not include this
specific teacher PD. Percentages of students who made their growth goal during the
six-week summer program will be compared to percentages of students in previous
years. If the teacher PD shows itself to be successful, districts should expect to see
student’s literacy scores increase substantially more than in previous years and for
students to meet their summer literacy growth goal. If a district does not have access
to previous summer literacy program scores, then districts can use student’s scores
from the previous end of the year to the previous beginning of the school year. These
scores will most likely reflect students summer reading loss without direct literacy
instruction.
The final evaluation piece will be a teacher-constructed implementation plan
(Appendix L) that is created during the final PD session. This implementation plan
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will layout each grade level’s desired action steps for transferring their new
understanding, with colleagues who did not attend this PD, in the upcoming school
year. These plans will show the instructor what the key take-aways from this PD were
and show administrators what teachers value the most.
Plans for Implementation
This project will be presented to the coordinators of an existing summer EL
program in West Michigan. These coordinators have an established six-week summer
EL program for students in grades K-5. Although this project is designed to be
embedded in an existing six-week summer EL program, it can also be adapted to
guide implementation of a new summer EL program or adapted to fit into teacher PD
throughout the school year. This project could be spread across the school year or a
designated semester. PD before, during, and after the selected time duration would
need to be provided. Administration would also need to provide teachers time for
team collaboration in their weekly schedule.
In order for this project to be implemented successfully, districts will need to
employ a qualified EL certified teacher to lead this teacher PD, who will also need to
be available for collaboration and coaching. Ideally, this certified EL teacher will
already be working in the district and have existing relationships with classroom
teachers and the EL students. The primary role of this individual will be to
coordinate, plan, and lead all teacher PD (before, during, and after the summer
program) and check-in with teaching teams throughout the six-weeks to support ELfocused instructional practices and answer questions. This teacher should have
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experience working with ELs, understand the content of this specific teacher PD, and
be open to, and skilled at, teacher coaching.
Project Conclusion
Through the implementation of this EL-focused teacher PD, participating
teachers will be better prepared to provide effective instruction for their EL students,
collaborate with colleagues, and be culturally competent members of their school and
community. Gaining this new knowledge and insight will improve literacy
achievement for elementary EL students and contribute to closing the achievement
gap that is currently impacting EL students. Not only will participating ELs’ literacy
achievement be improved, but by taking time to focus on a population that is often
neglected and misunderstood, the attitudes, behaviors, and instructional practices of
classroom teachers who work with EL students will improve.
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